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Chapter  33
INTRODUCTION
At the start of the 21st century, we have wit-
nessed numerous company scandals and ethical 
breaches being splashed over the front pages of 
newspapers, magazines and other media around 
the globe. Company collapses such as Enron, 
Arthur Andersen, and WorldCom have brought 
to the forefront, once again, community feelings 
of anguish and disgust towards large companies 
as well as spawning more legislation aimed at 
avoiding further such collapses. As the scandals 
that have occurred in just the first decade of the 
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ABSTRACT
The start of the twenty-first century witnessed a number of company scandals and ethical breaches 
that have brought to the forefront community feelings of anguish and disgust towards large companies 
in addition to spawning more legislation aimed at avoiding a repeat of these collapses. The question 
that arises is whether the past measures (including legislation) have worked, given the recent Global 
Financial Crisis (GFC) as it has raised more questions than it has answered. Against this backdrop, we 
need to consider whether business ethics can be taught to a person irrespective of their age? Should we 
as community members, customers, shareholders of today give up on the current senior managers who 
are mostly representatives of the baby boomers and concentrate on increasing ethical awareness of our 
current undergraduate students (at least of Generation Y and Z)? If we proceed with this argument as 
being both valuable and also possible, the next step is to consider the ways by which to teach business 
ethics to a group of students and this aim is the focus of the chapter.
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whether past measures put in place to prevent 
further disasters have worked. From the author’s 
perspective, the answer is a resounding “NO”, 
especially when looking at examples of the ac-
tions of board members and ongoing company 
downturns following the recent occurrence of 
the Global Financial Crisis (GFC) (for instance, 
Goldman Sachs). The GFC seems to have raised 
more questions than it answers, as again we are 
aghast at the behaviour of company executives 
and their callous disregard for the general good.
Against this backdrop, we need to consider 
seriously whether a person can really be taught 
business ethics, irrespective of their age. Should 
we make an assumption that as our current un-
dergraduate students (at least of Generations Y 
and Z) are still young and impressionable, the 
least we can do is strive to expose them to the 
philosophies and nuances of business ethics? If 
we proceed with this argument as being possible, 
the next step is to consider the best ways to teach 
business ethics to groups of students.
Before considering some of the ways to 
teach business ethics, a brief reflection on the 
environmental factors impacting the higher edu-
cation sector is timely (see, for example, Zutshi 
and Creed, 2010). Similar to any organisation, 
universities are continuously being affected by 
external environmental factors such as changes 
in the economic situation (for example, currency 
fluctuations); political stability; social and demo-
graphic factors (that is, population trends, age of 
population). External accreditation by professional 
associations in disciplines such as accounting 
and finance, and information systems, has also 
focused the spotlight onto the area of ethics. For 
example, Business Schools need to demonstrate 
the inclusion of ethics as part of their curriculum 
if they wish to pursue accreditation to the Associa-
tion to Advance Collegiate Schools of Business 
(AACSB) (Oddo, 1997; Sims and Felton, 2006). 
These factors have gained more prominence in the 
last few decades with a resurgence of emphasis on 
the internationalisation of education, which has 
been made possible by a combination of factors 
including the ease and variety of transportation 
modes, cheaper travel, globalisation and digi-
talisation.
Coming back to the idea of internationalisation, 
importance is now also being placed on what is 
termed the “internationalisation of the curricu-
lum”. The latter is gaining momentum, with higher 
education becoming a “booming business” in a 
number of regions including Europe (van Dijk and 
Meijer, 1997) and Australia (Blackmore, 2002; 
Coleman, 2003; Hicks et al., 2001; Nachmias and 
Shany, 2002). Internationalisation can be defined 
as the “process of integrating an international/
intercultural dimension into the teaching, research 
and service functions of the institution” (Knight, 
1997, p. 8). Examples of some of the activities 
which can be classed as internationalisation are 
the recruitment of international students; develop-
ing and teaching international courses; offering 
programs off-shore and conducting cross-border 
research (Olson, 2005).
Aspects of internationalisation (such as un-
dertaking study Tours or Exchange programs as 
part of the university course) are being supported 
by employers these days given the cross-border, 
cross-cultural and demographic mix of their busi-
ness, employees, and customers. Accordingly, a 
flow-on effect has been experienced by students 
completing degrees, especially within business 
faculties. For instance, many students now study in 
overseas universities, away from their family and 
friends, for a combination of reasons. Their reasons 
include a desire to gain a specific, professional 
credential; to develop proficiency in English; to 
build business and social contacts amongst the 
local people; to live in a safe country, and the 
intention to gain permanent residence (University 
of Otago, 2011; Li, 2004).
The faces of faculties have also changed within 
universities. Faculties are now comprised of both 
local and international academics, who come to a 
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university with different, and sometimes markedly 
divergent, world views from the predominant cul-
tural values of the society in which they now live 
and work. Such diversity can only but enhance the 
richness of the experience for everyone - students, 
fellow academics and administrators.
Against the background of cultural diversity 
among the students and the academics involved in 
the teaching of the ethics units, it is a challenging 
task to make the curriculum relevant to everyone. 
This is especially so because the group is not 
from one homogenous culture, but is comprised 
of individuals bringing a pot pourri of ideas and 
philosophies based on their uniquely different 
experiences. This divergence needs to be bridged 
and we all, as separate individuals, need to come 
together to create meaning within the content of 
the subjects that are to be taught.
With such a diverse range of backgrounds and 
experiences, how does one create a unit of study 
on a topic as personal as ethics, and do justice to 
the viewpoints that need to be considered? This 
predicament confronts the academics who teach 
the ethics units. At the time of writing, this unit’s 
team comprised of three academics who were born 
on two different continents and in different decades 
of the Twentieth Century, and has representatives 
from both genders. Hence, they come to the task of 
teaching the unit with disparate life experiences, 
educational and professional backgrounds, and 
ostensibly different world views. When one adds 
into the mix, students from Australia, Asia, the 
Middle East, Africa, Europe, and the Americas, 
one comes to realise the enormity of the task of 
creating shared meaning from a unit that depends 
so much upon one’s world view, life experiences 
and one’s resultant life philosophies. How this unit 
team addressed the divergence of personal and 
student backgrounds is presented in this chapter.
The unit is overviewed in the next section, 
followed by a summary of the methods used 
to teach ethics. The chapter concludes with our 
reflections on present and future teaching chal-
lenges in this area.
AN OVERVIEW OF THE 
BUSINESS ETHICS UNIT
The unit was developed in the early 1990s as a 
direct result of the interest in the misbehaviour of 
Australian business executives during the halcyon 
“greed is good” days of the 1980s, that culminated 
in the stock market crash in this country in 1987. 
Milton-Smith (1995, p. 683) summed up the events 
of the 1980s when he said,
High profile entrepreneurs became folk heroes 
and, one suspects, the most influential business 
role models for the community. When the bubble 
finally burst and the crash came, it soon became 
clear how corrupt and leaderless the Australian 
system had become.
It was in this economic environment that the 
unit was developed. The unit was not developed 
with a missionary zeal to indoctrinate our future 
business leaders, but more as a means to get our 
students to confront the reality of the world of 
business to which many of them aspired. The 
major goal of the unit was to expose them to the 
tragedies of the past and to give them strategies 
with which to be able to analyse situations they 
may confront in the future or, if they were cur-
rently employed as many were, in their present 
working lives.
The focus of the unit is on student intellectual 
and personal development. The unit is designed in 
such a way as to facilitate a discussion of issues 
that challenge the students to think “outside the 
square”, whilst being realistic and practical with 
their solutions. The unit acknowledges and aims 
to address two fundamental principles: the first is 
to recognise and celebrate student diversity; and 
the second is to provide a unit that is relevant and 
future-oriented.
The unit is designed to be topical and relevant 
to the present and future business functions and 
interactions of our students. With enhanced glo-
balisation, the blurring of geographical borders 
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and the influence of information technology and 
widespread media coverage, the potential ex-
posure of a company’s unethical (and, at times, 
illegal) actions to the global community cannot be 
underestimated. The media bring to us “persua-
sive images of powerful governments and huge 
multi-national companies holding poorer countries 
and local interests to ransom as they trample on 
human rights and traditional modes of cultural 
and economic existence” (Collier, 2000, p. 71). 
Global companies such as Nike, Nestlé and Union 
Carbide have all had to justify to First World 
consumers their practices in developing nations: 
practices that today have been legislated against 
and would not be tolerated if perpetrated in First 
World economies. Shell’s activities in Nigeria 
flared up for the company into a major issue: “The 
media were happy to report on the anger of the 
communities and the acute discomfort of Shell” 
(Wheeler et al., 2002, p. 301).
As multinational companies operate on- and 
off-shore their production and service managers 
must be attentive to the different national and 
cultural values and disparities that need to be 
incorporated as part of the strategic and tactical 
decision-making of their organisations. With this 
awakening of globalization has come a realization 
in First World economies that some corporations 
appear to have diverse sets of behavioural stan-
dards depending upon the country in which they 
find themselves at the time (McMurtry, 2002). As 
consumers have in the past, the new international 
consumer expects to receive quality and value 
for money, however, many of them now insist 
that the product that they have purchased has not 
degraded the life of the people and/or the environ-
ment of the country from which it was sourced 
(McMurtry, 2002; Sørensen, 2002). Our students, 
as future leaders of their world, need to be aware 
of the situations they will face and the pressures 
they will confront. Often doing the right thing is 
harder than doing the wrong thing, however, who 
is to judge the merits of what is right and what is 
wrong, and on what basis?
A cluster of historic cases was chosen to expose 
the students to a range of issues and to demon-
strate to them that the misbehaviour and scandals 
(including the issue of executive compensation) in 
business was not just confined to the recent past. 
The cases studied included, but were not limited 
to, the Ford Pinto, the Exxon Valdez, the Nestlé 
Infant Formula in Developing Nations, Johns 
Manville and Asbestosis, Tylenol, the Challenger 
Space Shuttle, and Bhopal. As time passes, the 
recent cases of the BP oil spill and other cases 
related to the Global Financial Crisis, will be 
added to the curriculum.
It is timely to end this section by outlining the 
background of the students. This is a third year 
undergraduate unit, based in the Faculty of Busi-
ness and Law in a major Australian university. The 
cohort of students that takes the unit is comprised 
of students from the home Faculty, along with a 
few students from other Faculties such as Arts, 
Health and Sciences, and Engineering. The unit 
is offered in both on-campus and off-campus (or 
distance) modes, along with International Partner 
institutions in two South-East Asian countries. 
At the time of writing, in the current offering in 
2011 we have just over 300 students enrolled in 
this unit, with approximately 200 of them based 
at one campus.
Accordingly, international students, with little 
or no work experience or exposure to Western busi-
ness ethics issues, as well as the local Australian 
students comprise the student cohort. Currently, 
this is an elective unit, however, the unit team has 
found four main reasons why students undertake 
this topic. First, they are personally interested in 
the area; second, they are part of a family busi-
ness or are planning to establish their own busi-
ness in the future. The other two reasons relate 
to employment. The third reason why students 
complete this unit is to give them a competitive 
advantage in their future employment; and, lastly, 
in the case of off-campus (distance) students, the 
unit has been recommended by their employer, or 
is deemed essential for their promotion at work.
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As mentioned earlier, this section presented 
the academic aims and background of the unit. 
Some of the ways in which the unit team teaches 
ethics are briefly presented in the next section.
EXEMPLARS TO TEACH 
BUSINESS ETHICS
Individuals learn in a variety of ways. For ethics 
education to be successful, students must be ex-
posed to a number of different but complementary 
methods for studying ethics (Maclagan, 2003; 
Wines, 2008). We contend that in order to edu-
cate our students in business ethics one needs to 
recognize the fact that individuals learn in diverse 
ways, and also that cultural and gender issues need 
to be taken into consideration. The individual stu-
dent, we believe, would best be served by being 
presented with a range of learning approaches that 
incorporate moral or ethical dilemmas, discussions 
and challenging assignments that make them take 
an introspective look for the answers.
The capacity for an individual to demonstrate 
principled moral reasoning can and must be de-
veloped by means of a focused, systematic and 
long-term education effort (Penn and Collier, 
1985). Such an approach may, in fact, require 
minimal effort for some students if the cognitive 
ability already exists or, in other cases, will require 
the building of the mental schema which can be 
activated later (Smith and Queller, 2000).
The aim of any ethics education program 
should not be moral conversion, but rather the 
development of the process of ethical analysis 
(Maclagan, 1994; 2003). This task is achieved by 
raising awareness and providing students with con-
cepts, theories and skills to enable them to engage 
in moral reasoning and ethical decision-making 
from an informed basis. This proposition is further 
enhanced when such learning is integrated with 
specific situations that students may face in their 
careers (Sims, 2002; McDonald, 2004; Felton and 
Sims, 2005). What one should hope for is “…the 
cultivation of critical awareness of both the moral 
problems presented in business and the means of 
applying some moral principles and reasoning in 
order to achieve clarity, the avoidance of logical 
fallacies, an understanding of moral concepts and 
critical examination of arguments” (Morgan, 1996, 
p. 52). Once individuals come to appreciate those 
factors, the realization enhances their ability to 
process multiple norms and consequences in order 
to come up with an appropriate ethical judgement.
The majority of current on-campus students 
(especially on one of the campuses) and at partner 
institutions have had no work experience, either in 
Australia or in their home country. Hence, there are 
many times that the students are unable to grasp 
the nuance of business ethics issues in a Western 
context or to differentiate between business versus 
social, legal and political issues. The students also 
need to recognise and appreciate the overlap and 
interplay between business and political issues. 
To enhance student understanding, learning, and 
interaction with the unit content amongst the in-
ternational students, over the past few years has 
the unit team has piloted a number of methods. 
A number of complementary strategies are un-
dertaken in the unit to expose the students to real 
business ethics issues. Examples include the use 
of photo language, ethical dilemmas in class, and 
the analysis of media articles in the assignment.
Photo Language
This technique is used as part of an ice-breaker 
and as a discussion medium, generally during the 
first tutorial. As part of this technique the students 
are shown a series of black-and-white photographs 
and are asked to select two each based on a set of 
specific questions. The students then share their 
responses with the class. They are genuinely sur-
prised to find that the photograph that they had 
chosen as part of one question can be interpreted 
in an entirely different manner by someone else.
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The message reiterated at the end of this exer-
cise is that, in the world of business and specifically 
in relation to business ethics, the organisational 
and individual factors impact the decision-making 
process. Thus, the final solution may involve two 
different solutions, from two individuals, which 
would both be considered correct based on their 
own respective justifications. This exercise opens 
up the minds of students to the fact that there may 
be multiple viewpoints on a single issue, and that 
each viewpoint is credible in the eyes of some 
people. It begins to condition the students to come 
to an understanding of the existence of a diversity 
of ideas and the fact that others may see the world 
in different ways from them. We try to get them to 
recognise, acknowledge and celebrate differences 
and not to be critical of it. We support May’s (1980) 
contention that any pedagogical process intended 
to develop a practical understanding of character 
or virtue should include a critical process through 
which individuals can understand and appreciate 
their own character traits and biases, the traits and 
biases of others, and the relationship between 
individual ethical orientation and performance 
within rule-bound organisations.
Ethical Dilemmas in Class
Research has shown that interventions using ethi-
cal dilemmas can stimulate moral reasoning, ethi-
cal sensitivity and even ethical behaviour (Loe and 
Weeks, 2000; Sims, 2002; Lowry, 2003; Weber and 
Glyptis, 2000; Wines, 2008). Hence, in an ethics 
education a program to provide the participants 
with a framework to enable them to develop and 
understand their personal ethical perspectives is 
very necessary. Any attempt to implement a me-
chanical decision-making process for resolving 
ethical issues is illusionary (Brady, 1999).
To re-emphasise the point that individuals re-
solve issues using a combination of factors: organi-
sational (for example, culture, peers, supervisors), 
and individual (age, experience, expertise, gender, 
values), the students are given two different sets 
of exercises over a period of a few weeks. In the 
first set, the students are provided with a scenario 
and are asked to identify the various ethical issues 
and come up with realistic alternatives to resolve 
the issue. The students are asked to reflect upon 
and discuss the pros and cons of their respective 
alternatives before making a final choice. As part 
of the second set of exercises, an ethical dilemma 
with four or five different choices is given to the 
students and they are asked to select only one 
option from the given list, and to explain their 
response. These exercises assist the students to 
listen and appreciate different viewpoints when 
problem-solving, in addition to exposing them to 
various workplace situations and the complexities 
of individual personalities, organisational culture 
and resources.
Use of Media Articles in 
the Assignment
As this subject is a third-year unit, the students 
are encouraged to be independent learners, to 
broaden their horizons and to expose themselves 
to materials other than their prescribed course 
readings. Accordingly, as part of their assessment, 
the students are required to identify from various 
media sources business ethics issues as opposed to 
social or legal issues. Another component of the 
assignment is to encourage students to reflect on 
the issues and their resolution (if that is appropri-
ate) and to discuss their viewpoints. If a solution 
had been either suggested or confirmed as part 
of the original article, the students are encour-
aged to discuss their perceptions of the solution 
and whether they agreed or disagreed with the 
decision-makers’ position. The assessment of 
the decision-makers’ ideas must be accompanied 
by an appropriate justification by the students of 
their perceptions.
When completing the assessment, for instance, 
the students can choose media articles from any 
part of the world. Accordingly, they can either write 
about the business ethic issues from Australia, 
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their home country (whether it be, for example, 
within the Asia-Pacific or Mediterranean) or 
region, or anywhere else in the world. Thus the 
assessment incorporates internationalisation and 
the diverse backgrounds and the observations of 
students. Furthermore, the interplay of viewpoints 
from different cultures during the class discussion 
enhances everyone’s knowledge and apprecia-
tion of their own cultural views and the views of 
others. The students are not pressured to restrict 
themselves to Australian business scenarios, nor 
to adopt Australian cultural norms in respect to 
what is considered right or wrong.
The assignment, based on real world examples, 
motivates the students to develop their skills of 
reading and analysing media sources. Another 
strength of this assessment task is that it reinforces 
the significance of internationalisation, as the stu-
dents have the option to select articles that highlight 
business ethics issues from anywhere around the 
world (including their respective home country). 
The only criterion for article selection from a 
non-English speaking country is that the actual 
article should either be in English or translated 
into English. The Internet allows the unit team to 
successfully provide this choice to the students. 
Last but not least, the use of media articles once 
again exposes the students to issues from the busi-
ness world, the awareness of which, for instance, 
would stand them in good stead when going for 
job interviews. In addition to the exemplars used 
by us, there are other frameworks presented in the 
literature which describe ways to teach ethics as 
a standalone unit versus incorporating its essence 
across a number of units in the degree (see, for 
example, Oddo, 1997; Bowden, 2009; Sims and 
Felton, 2006; Swanson and Fisher, 2009; Falken-
berg and Woiceshyn, 2008). Before we end this 
section, the reiteration on the concept of interna-
tionalisation is further emphasised in the unit as 
the textbook currently being used is American. 
However, Australian and global legislation and 
examples respectively are included as part of the 
lecture overheads and class discussions. Such a 
blend of American theory and Australian practice 
enables our students to be cognizant of the latest 
in the theory in the area of business ethics and 
at the same time to contextualise what they are 
learning from an Australian perspective.
REFLECTIONS ON TEACHING 
BUSINESS ETHICS
The exemplars used by the teaching team and 
discussed above have enhanced student engage-
ment at three different levels (academic challenge; 
active learning; and work integrated learning) that 
we contend are imperative if our students are to 
develop a greater awareness of ethical issues in 
business.
Academic challenge: when completing the 
media-related assignment, initially, the students 
are challenged in their identification of business 
ethics issues and subsequently in their values 
and perceptions of resolving the issues. The 
students start working at the required academic 
level. Nevertheless, as the unit progresses during 
the semester so does the level of complexity (as 
part of various exercises) and analysis increase; 
also does their engagement with the issues. The 
students also gain the confidence to express their 
opinions and to support their answers with rational 
arguments for the position they have taken. Our 
role as educators is to stretch the comfort zones 
of our students and to challenge them to improve 
on their academic abilities. This aspect of the unit 
gives them greater confidence in their abilities and 
makes them a better rounded student.
Active learning: throughout the semester the 
students further develop their ideas and grasp of 
the decision-making process, whilst learning by 
working through the theoretical (textbook) and 
practical (exercises) inter-relations of the unit. As 
part of the learning process in this unit, our students 
reflect on their own experiences, observations 
and world view when engaging during the online 
discussion board, the written assignment, as well 
as verbally during the class exercise discussions.
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It is this self reflection that ensures that they 
confront and examine their own beliefs and in-
variably their beliefs are challenged by the belief 
of others that may be divergent from their own. 
The environment that we create in the classroom 
makes it acceptable to debate these issues in the 
knowledge that we are not there to critique one 
set of beliefs as superior to another set, but our 
sole goal is to ensure that our students recognize 
the difference(s), celebrate that difference(s) and 
ensure that it becomes a part of their consideration 
set when they next are faced with an ethical issue.
Work-integrated learning: is the third, 
strongly-integrated component of this unit. When 
identifying and discussing various business eth-
ics issues, the students are actively encouraged 
by the unit team to observe and reflect on their 
own work environment and their interaction with 
internal and external stakeholders. This compo-
nent is especially applicable in the case of most 
of the off-campus and some on-campus students 
employed in part- or full-time jobs. During the 
semester, many students share their observations 
and experiences on the online discussion board 
and, in some instances, have separately contacted 
the unit team members requesting guidance and the 
team members’ personal perspectives on certain 
issues. The former interaction is enriching for 
all of the students, irrespective of their employ-
ment status. The unit team is also enriched as 
the students often bring forth challenging ways 
of conceptualising issues, frequently making us 
think through our own value systems.
The strength of these exemplars is that they 
enhance the theoretical understanding and practi-
cal application of the issues for the students. In 
the absence of work experience, the students are 
able to relate the various business ethics issues and 
the justification of the decision-making process 
to their observations, readings and conversations 
with peers and other family members. The disad-
vantage of some of the exemplars (for instance, 
the photo language technique) is that it cannot be 
used with off-campus students. When the second 
exemplar, ethical dilemmas, was first piloted in 
the class, it revealed a combination of student 
personality clashes (introvert versus extrovert), 
and values in different cultures (Australian versus 
European, American and South-East Asian) in the 
class. The students had to be reminded that the 
same problem can be approached from different 
perspectives, and that reaching different solutions 
is entirely acceptable – the important outcome 
is the justification provided to support the final 
decision. We tell our students that there are no 
right or wrong answers, just better-argued and 
better-justified answers.
Our focus in this area is that our students need to 
be aware of the different perspectives encountered 
in the world of work, not only at an individual 
level, but also in respect to organizational differ-
ences. They need to understand that conflicts on 
these very personal issues will occur and we hope 
that we have guided them to understand that this 
difference is a normal part of work life. We try to 
instil in them not to perceive it as a personal assault, 
but as a challenge to them to articulate their views 
in such as manner as to construct their argument 
to be cogent. They need to express themselves 
in such a professional manner that it will be for 
others to judge their ideas and viewpoints based 
on the force of reason alone.
As outlined earlier, the students in this unit 
are encouraged to be independent learners, and to 
broaden their horizons and expose themselves to 
materials other than their prescribed course read-
ings. The combination of theoretical and practical 
aspects is evident as a part of the assignment, 
where the students need to identify business ethics 
issues from the range of media sources available. 
The following comments made by students in 
anonymous teaching evaluations at the conclusion 
of the unit reflect their thoughts about the various 
exemplars, including the assessment task:
The assignment was very interesting and helped 
apply the theory we had learnt, it was great to get 
us ready for the exam as well
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The assignment is really helpful and gives me a 
clear understanding about the subject
Assignment was a good way for students to dem-
onstrate understanding of ethical issues
Made the unit interesting by having various exer-
cises and videos during lectures and tutes.
…The lectures were broken up with videos and case 
studies getting the attendees involved which was 
very good and ensured that people stayed focussed. 
It made them less ‘boring’ than if someone was 
talking for the entirety of the two hours.
...Teaching really made the unit a great experi-
ence. She ran interesting activities to complement 
the subject.
The tutorials were quite interesting as she involved 
the entire class, and had us working in groups. 
We got to have discussions in class over various 
topics and scenarios which helped us gain various 
opinions and views from others.
The tutorials ... being able to critically analyse 
all these ethical cases and see the change in the 
importance of ethics throughout the past and how 
that impacts the future.
We do not believe that we can “teach” students 
to be ethical, because the myriad of factors that 
come into play when one is confronted with a 
real-world, ethical dilemma are many, and one 
cannot train for all of those eventualities. We do 
contend though that students can be armed with a 
set of tools and experiences in a classroom envi-
ronment that better prepare them for the inevitable 
situations that will occur in their business lives.
Our role is that of a facilitator, and facilitators 
need to prompt individuals to consider alternatives. 
Students must be shown how to scrutinize their 
values and behaviour and the process should not 
be so personally threatening as to be a block to 
learning. There is no point in a facilitator rigorously 
examining group members’ beliefs and values, if 
the process produces such high levels of anxiety 
in individuals that, in an attempt to protect their 
self-esteem, they choose to leave the room, or 
withdraw from the discussion (Brookfield, 1986). 
This same facilitator also has the difficult task of 
keeping his/her values and beliefs in check, and 
not letting them influence the learning process: 
not an easy task, but one that must be achieved. 
Facilitators are there to lead the discussion and 
to ensure that each participant establishes his/her 
own reality in each given situation. Leading should 
not be directing, but guiding to self-awareness 
that training and teaching cannot attain, but edu-
cation can.
To sum up, the use of the practical exercises 
that were outlined earlier in the chapter have been 
found to further improve the understanding of the 
business ethics issues and the related philosophi-
cal underpinning amongst the diverse group of 
students with little or no exposure to these issues. 
The students have made the comment that they 
can see the link between the theory outlined in the 
textbook to the practical tasks undertaken as part 
of the assessment (media articles), and also to the 
other exercises in class. The overall interaction, 
participation and debate within the class amongst 
students from diverse backgrounds have also 
exponentially increased in the past three years.
As far as practical (depending on the stu-
dent numbers, their background and available 
resources), we should strive to ensure a balance 
between teaching students theoretical knowledge 
intertwined with reflections and practical exer-
cises, so that they have exposure to real-life issues 
and solutions. Whether the solutions implemented 
during ethical scenarios by decision-makers were 
appropriate, or not, also needs to be reflected 
upon and critically discussed by and with the 
students. From the perspective and experience of 
the authors, when (arguably) teaching ethics, the 
educators/academics actually become facilitators 
and assist the student learners to appreciate the 
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different perspectives of an issue and the impli-
cations of various solutions on the stakeholders. 
The point about the internationalisation of the 
curriculum needs to be reiterated here, and it 
should be mentioned that over the years the eth-
ics unit has kept an international focus by using 
a combination of different resources (for details, 
see Zutshi and Creed, 2007).
Whilst it could be argued that all of our students, 
especially those in business faculties, should be 
taught about business ethics issues, in the view of 
these authors, before being exposed to an in-depth 
study of ethics, students need to have practical 
experience (or, at least, observation) of the issues 
experienced by companies. This will assist them 
to better understand and appreciate the issues 
and the reasoning behind the implementation of 
various solutions. We also agree with Oddo (1997, 
p. 294) that “ethics should not be viewed as an 
‘add on’ to [the] curriculum”. Forcing students to 
study “ethics” may, in reality, backfire and cause 
students to shun the topic area itself, as it will be 
perceived by them as just being directed to “learn 
another thing”. Rather, students could be drip-fed 
some of the ethics issues within their respective 
disciplines, which would make the discussion 
timely and relevant for them, however, this method 
may be more piecemeal and less effective than 
attending a dedicated ethics unit.
Irrespective of the choice made by the univer-
sities and the academics teaching ethics (which, 
in reality, would probably be driven by available 
resources), we contend that future research and 
curriculum requires a more in-depth discussion 
and focus on areas such as “whistleblowing; 
codes of ethics; changing ethical infrastructures; 
and discipline-specific ethics” (Bowden, 2009, 
p. 2). More empirical research is also required 
on the implementation process and the experi-
ences associated with various corporate gover-
nance Standards, such as ISO/IEC 38500:2008; 
AS8000:2003; and the Whistleblower Protection 
Act 2001, as they provide further incentives for 
companies to make the right decisions by all 
their stakeholders, not just their shareholders. 
Furthermore, from our perspective, ethics teach-
ing needs to involve a combination of theoretical 
material, and practical examples and exercises 
as, without them, the students may not appreci-
ate the complexities and “grey” boundaries of 
decision-making in that area. How technology can 
be used to facilitate interactive discussion when 
teaching face-to-face versus via online mediums, 
also needs to be further researched, keeping in 
mind the different student learning styles and 
computing abilities.
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KEY TERMS AND DEFINITIONS
Academic Challenge: Is the extent to which 
expectations and assessments challenge students 
to learn (AUSSE, 2011).
Active Learning: Can be defined as the stu-
dents’ efforts to actively construct their knowledge 
(AUSSE, 2011).
Work-Integrated Learning: Is the integration 
of employment-focused work experiences into 
study (AUSSE, 2011).
